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CHAPTER 4 
 
THE DEVELOPMENT OF A PSYCHO-EDUCATIONAL PROGRAMME FOR 
ADOLESCENTS WHO EXPERIENCE AGGRESSION IN A SECONDARY 
SCHOOL IN SOUTH AFRICA 
 
The research results of the phenomenological interviews conducted with 
adolescents who experience aggression in a secondary school in South Africa 
described phase one of programme development, implementation and 
evaluation.  Chapter four describes phase two, the developmental phase of the 
cyclical process, which for Wadsworth (1997:10-11) started with reflection on an 
existing social problem leading to a decision to alleviate the problem.  As a result, 
a psycho-educational programme for adolescents who experience aggression in 
secondary school was developed.  
 
4.1 DEVELOPMENT OF CONCEPTUAL FRAMEWORK 
 
The development of the psycho-educational programme is based on the 
conceptual framework derived from an analysis of the data collected by means of 
phenomenological interviews with adolescent pupils in Grade 11 in phase one of 
this study, as well as from the researcher's paradigmatic assumptions.  The 
conceptual framework of the psycho-educational programme in this study is 
structured according to the survey list suggested by Dickoff, James and 
Wiedenbach (1968:423), which facilitates the identification and categorisation of 
the major and associated concepts for further refinement, thus ensuring the 
logical development of the psycho-educational programme.  
 
The concepts identified for further refinement and the relationship between them 
is clarified next.  The researcher then describes the psycho-educational 
programme and, finally, the educational approach adopted in the implementation 
of the programme.  The central and associated concepts are schematically 
represented in the figure 4.1 below and are discussed accordingly. 
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Figure 4.1: Classification of central and associated concepts 
  
 
  
 AGENT  RECIPIENT  
 The psycho-educational 
programme facilitator 
 Adolescents who experience 
aggression in a secondary 
school 
 
     
  FRAMEWORK   
  A selected secondary school or similar institution in 
the community 
The adolescent is viewed in the context of the whole 
person 
  
   
 
  
  PROCEDURE   
  A psycho-educational programme structured around 
the experiential approach to learning is facilitated in 
four workshops 
  
   
 
  
  DYNAMICS   
  The adolescents are motivated to manage the 
aggression that they experience in secondary school 
in a constructive manner. 
The facilitator has the ability to assist them to manage 
aggression constructively 
  
   
 
  
  TERMINUS   
  Enhanced self-awareness, internal locus of control 
and healthy interpersonal relationships 
Ultimately mental health in body, mind and spirit 
  
     
Adapted from Dickoff, James & Wiedenbach (1968) 
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4.1.1 Definition of central and associated concepts 
 
The following have been identified as central and associated concepts that 
should be refined and clarified.  
 
4.1.1.1 Agent 
 
The term "agent" refers to the person who performs the activity (Dickoff, et al. 
1968:435).  In this study, the facilitator is the agent who facilitates the activity, 
which is the psycho-educational programme.  The facilitator may be a school 
counsellor or a teacher trained to facilitate the psycho-educational programme. 
The facilitator possesses the appropriate attitude and values, skills and 
knowledge to guide adolescent pupils who experience aggression in a secondary 
school context to discover the life skills necessary for the constructive 
management of aggression in that context.  
 
The facilitator guides participants in an experiential group to discover their 
existing knowledge, develop their own further learning, discover their true 
potential and weigh up their options, thus allowing them to make skilled and 
informed decisions in life (GDE, 2003:7; Heron, 1989:11; Rooth, 1995:9).  While 
the single most important attribute for effective facilitation is the facilitator's 
attitude, she also has to develop specific skills and knowledge to implement a 
programme successfully (Hobbs, 1992:192; Rooth, 1995:15-22; Whitaker, 
1995:127).  Each of the attributes is discussed in the context of this study. 
 
• Values and attitude of the facilitator  
 
"Values" are the core principles that guide people's lives and shape and 
strengthen their attitudes.  Values are expressed in the way that people behave 
(Covey, 1989:74; Lange, 1987:173; Le Roux & De Klerk, 2001:44; Whitaker, 
1994:198).  "Attitude" refers to people's positive or negative evaluation of any 
aspect of the physical or social world shaped by their experience and 
interpersonal relationships, and is stored as memory (Baron & Byrne, 1994:129; 
Whitaker, 1995:64).   
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Since attitudes relate to interaction with others, a positive attitude is a prerequisite 
in the facilitation process.  In this regard, the counselling principles of Rogers 
(1982:33) are powerful techniques that the facilitator can apply to ensure a 
positive attitude in effective and successful group work.  In this programme, 
genuineness, respect and empathy are integrated with communication skills, 
particularly active listening skills, to facilitate the pupils through the psycho-
educational programme (Carrell, 2000:30; Thompson & Rudolph, 1995: 130; 
Whitaker, 1995:90).  
 
"Genuineness" refers to the principle that honesty and authenticity are the 
cornerstones on which trust is built into a relationship and allows it to grow.  
Genuineness is possible if the facilitator becomes intimately aware of her own 
feelings.  She should be aware of the "self" and how this influences the 
participants (Hobbs, 1992:184; Rogers, 1982:61).  In addition, the facilitator 
should be aware of personal strengths and shortcomings and that personal 
assumptions and behaviour influence the approach to workshops.  The facilitator 
should work through these experiences before applying them in any workshop 
(Hobbs, 1992:191; Whitaker, 1995:29).  In this programme the researcher 
undertook to bracket her paradigmatic assumptions so that they would not have a 
negative impact on the research findings.  
 
"Respect" means that the facilitator accepts the experiences of the pupils 
unconditionally and non-judgementally and this leads to a relationship of warmth 
and safety (Rogers, 1982:71).  In this study, the researcher respected the ethical 
principles described in section 1.7 which included respecting the privacy, dignity 
and confidentiality of the participants throughout the research process.  
 
"Empathy" is the single most important of the three qualities of effective 
facilitation that Rogers (1982:33) identifies.  It involves a deep understanding of 
the feelings and thoughts that make up the inner experiences of the participants, 
recognising these as experiences that the facilitator herself may have had 
(Lange, 1987:83; Van Manen, 1990:27).  The facilitator accepts these 
experiences as if they are her own, though, as Rogers (1982:284) states, never 
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losing the "as if" quality.  This means that the facilitator senses and accepts the 
experiences of the participants without becoming too emotionally involved.  
 
Empathy is a central component of effective communication (Whitaker, 1995:91, 
108), stemming from being a good listener, responding sensitively to other people 
and understanding and accepting their emotions.  Empathy is facilitated when the 
facilitator actively listens to the group and enables members to search for and 
discover their own solutions by generating alternatives and applying them to their 
own experiences (Dennison & Kirk, 1990:63; Heron, 1989:106; Rooth, 1999: 98).   
 
An empathic facilitator is aware of group dynamics, remains sensitive to the 
needs of the group and is flexible, allowing the needs of the group to take 
precedence over planned activities (Hobbs, 1992:192; Rogers, 1982:284; Rooth, 
1995:15).  It is only when the participants' feelings and experiences have been 
explored fully that management strategies can be developed (Whitaker, 
1995:109).  The facilitator's paradigmatic assumptions, previous experiences and 
attitudes and values, skills and knowledge, influence her decisions on the 
structure of a workshop (Hobbs, 1992:93).  This researcher's paradigmatic 
framework was described in section 1.4.  The skills and knowledge requisites of 
the facilitator are discussed next. 
 
• Skills of the facilitator 
 
"Skills" refers to the things that the facilitator needs to be able to do and "how to 
do" them (Covey, 1989:47; Jakob-Hoff & Coggan, 1997:37).  One of the most 
important skills of the facilitator is to allow for reflection.  Learning is only lasting 
and meaningful if the participants have reflected on the learning process.  Self-
reflection enhances personal growth and development, allowing the participants 
to become good citizens who contribute positively to society (GDE, 2003:7; 
Rooth, 1995: 31). 
 
By means of active participation in their own growth, participants are empowered 
to accept responsibility for their own learning.  The power or locus of control 
moves away from the facilitator to the group members who develop an 
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increasingly internal locus of control as they learn to take responsibility for their 
own behaviour (Hobbs, 1992:1-2; Rooth, 1999:75).  The facilitator provides the 
techniques and activities for exploring and experimenting with new behaviour and 
attitude changes.  Both the facilitator and the participants learn from the group 
experience while continuous evaluation allows for reflection on the learning 
experience (Hobbs, 1992:184; Lange, 1987: 58; Rooth, 1995:9).  Thus, 
facilitating can be seen as a process of sharing, giving and receiving that allows 
the mutual growing of the facilitator and each group member (Rooth, 1995:9). 
 
- Active listening skills of the facilitator 
 
"Active listening" is an important skill in the participant-facilitator relationship that 
was applied in this programme.  It is pertinent to phenomenology, experiential 
learning and to Rogerian person-centred principles which are integrated in the 
researcher's conceptual framework (Geldard & Geldard, 2002:94; Okun, 
1997:121; Thompson & Rudolph, 1995:123).  Active listening can be defined as a 
dynamic process whereby the facilitator tries to gain insight into the emotional, 
intellectual and perceptual world of the speaker (Lange, 1987:83-84; Whitaker, 
1995:154). 
 
Following a sequential process, active listening guides the participants to greater 
self-awareness (Geldard & Geldard, 1999:94; Gillis, 1994:52; Whitaker, 
1995:154).  Establishing rapport necessitates that the facilitator creates a climate 
conducive to effective interpersonal interaction.  The facilitator then encourages 
the participants to share their thinking, feelings and experiences with the group.  
The final sequence in active listening is to encourage the participants to reflect on 
their feelings, thoughts and ideas.  Effective communication is achieved when the 
speaker acknowledges that the facilitator is truly interested and non-judgemental 
(Geldard & Geldard, 1999:94; Gillis, 1994:52; Whitaker, 1995:154-156). 
 
Active listening communicates that the facilitator respects, accepts and 
empathises with the group members, freeing them to explore and express their 
feelings and experiences.  Thus, they feel encouraged to participate actively in 
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learning new information about themselves, their behaviour and their 
relationships with others (Geldard & Geldard, 1999: 94; Rooth, 1995:16).  
 
As they reflect on these issues, the resulting self-awareness encourages them to 
accept responsibility for behaviour, such as aggression, which may cause 
barriers to their personal growth and development.  Through active participation 
in the learning process, they change their rigid type of functioning and make 
constructive and informed choices about managing aggression (Geldard & 
Geldard, 2002:97; Okun, 1997:123). 
 
- Practical skills of the facilitator 
 
In practical terms, the facilitator provides the working structure for experiential 
learning to take place.  The facilitator plans and structures the programme as a 
whole, which involves the subject matter, timetabling, and human and physical 
resources that are to be used to activate the learning within each experiential 
learning cycle (Conyne, et al. 1997:161; Dennison & Kirk, 1990:11; Heron, 
1989:102, 137).  
 
• Knowledge 
 
"Knowledge" is the theoretical framework, the "what to do" and the "why" (Covey, 
1989:47; Jakob-Hoff & Coggan, 1997:37).  The traditional role of the teacher as 
the expert who possesses all the knowledge is replaced by active student 
participation.  Knowledge is generated through the participants' experiences 
rather than being presented as a product by an expert, the facilitator, to the 
unknowing participants (Dennison & Kirk, 1990:22-23; Hobbs, 1992:3; Krüger, 
1998:156).  The facilitator is the resource who promotes the active learning 
process in which the participants are engaged by providing the structured 
framework for them to develop, explore, experiment and learn (Hobbs, 1992:1-2; 
Rooth, 1995:3).  
 
In this programme, participants were given handouts containing real-life 
scenarios on aggression to provide a theoretical knowledge base on which to 
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build activities in the workshops.  Group members were facilitated to attribute 
meaning to their experiences and to apply learning from the scenarios to their 
actual life situations (Conyne, et al. 1997:158; Hobbs, 1992:7; Rooth, 1995:9).  
They were given opportunities to reflect on and generate alternative ways to 
manage the incidents of aggression in a constructive manner.  In this way the 
participants generated the formal knowledge of the workshops based on the 
sharing of their experience of aggression within safe boundaries, rather than from 
the input of external experts or specialists.  
 
• The teacher as facilitator in secondary schools in South Africa 
 
Teachers are in a position to act as facilitators in administering the psycho-
educational programme to pupils.  The SASA (RSA, 1996b) states that an 
educator is any person who teaches, educates or trains other people, or who 
provides professional educational services at a school.  The educational service 
includes professional therapy or education psychological services, but excludes 
extracurricular duties.  
 
In this study the term "teacher" is used rather than "educator" because the author 
agrees with Green (2001:129) that it is easier to use and it reflects the 
international usage of the word.  Consequently, where teacher is used, the reader 
should assume that terms such as educator are also meant to apply. 
 
4.1.1.2 Recipients 
 
The term "recipient" refers to the person or group who receives the activity 
(Dickoff, et al. 1968:440).  In the psycho-educational programme, the adolescents 
who experience aggression in a secondary school context are the recipients of 
the programme.  The term "pupil" is used in the generic sense and is used 
synonymously with the terms "student" and "learner", the latter term being the 
one used in the South African context.  Pupils from Grade 8 to Grade 12 are in 
secondary school and are in the adolescent phase of development (Rooth, 
1999:30).   
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Pupils in Grades 11 and 12 who are in the late stage of adolescence are 
particularly responsive to a psycho-educational programme of this nature.  It is 
generally accepted that they have reached the formal operational level of thinking 
and because they are able to reason abstractly, they can debate the complexities 
of life and sensitive issues such as aggression (Morris & Maisto, 1999:415; 
Wallach, 1996:116).  Grade 11 pupils, who are generally between 16 and 19 
years old, were targeted for participation in the psycho-educational programme 
rather than pupils in Grade 12 who were preparing for their final school-leaving 
examinations. 
 
During the phenomenological interviews, it became apparent that the experience 
of aggression creates barriers to the adolescents' quest for mental heath.  An 
analysis of the interviews revealed that enhanced self-awareness, an increased 
internal locus of control and healthy interpersonal relationships would assist 
adolescents to overcome these barriers to wholeness/mental health.  
 
4.1.1.3 Framework  
 
"Framework" refers to the context in which the activity is presented (Dickoff, et al. 
1968:435).  In the psycho-educational programme, the framework refers to the 
secondary school context in which the programme was implemented.  Like the 
family, the school is a powerful socialisation agent in a child's life and many and 
varied antisocial behaviours tend to occur at school where adolescents spend so 
much of their time.  It is often the best place to identify aggression and to 
implement interventions that may prevent or reduce it (Carrell, 2000:17; 
Underwood, 2003:216).  According to the SASA (RSA, 1996b), a secondary 
school can be defined as: "an educational institution where pupils from Grade 8 
to 12 receive their education.  Their age can vary from 13 years to 21 years old". 
 
The psycho-educational programme was implemented in a secondary school in 
South Africa, identified by The Centre for Peace Action for implementation of its 
Safe Schools Project.  The aim of the Safe Schools Project is to assist local 
participating schools to prevent, reduce and monitor violence and injuries in 
schools in South Africa (Swart, 2001:3).   
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The researcher as the psycho-educational programme developer acted as 
facilitator who implemented the psycho-educational programme in a selected 
secondary school context according to experiential learning principles.  The 
facilitator responded to the participants in the context of wholeness, which 
embraces the notion that a person interacts holistically with the environment in 
body, mind and spirit (Benner, 1994:10; Meyer, Moore & Viljoen, et al. 1997:361).  
 
4.1.1.4 Procedure 
 
"Procedure" refers to the guiding procedure, technique or protocol of the activity 
(Dickoff, et al. 1968:435).  In this study, the procedure was the psycho-
educational programme for the constructive management of aggression in a 
secondary school context.  It was structured around the experiential approach to 
learning.  
 
"Psycho-education" refers to the education and training of people in the 
psychological skills and knowledge which are thought to be relevant to their 
mental health (McWhirter, et al. 1998:215; Walsh, 2000:227).  The medium used 
for education and training is the psycho-educational programme, and as there is 
a balance between education and training, psycho-educational programmes are 
ideal for application in secondary school.  Thus, a psycho-educational 
programme may be defined as an intervention in which psychological principles 
and knowledge are converted into teachable skills, providing people with the 
critical life skills to manage the challenges of life constructively (Heron, 1989:93; 
Rooth, 1995:1).  According to McWhirter, et al. (1998:223) and the WHO 
(2004:44) the most critical life skills include a combination of: 
 
- interpersonal communication skills, which comprise skills in assertiveness 
training; 
- strategies for cognitive change, which include problem-solving and decision 
making skills, and cognitive-behavioural restructuring;  
- strategies for managing stress through relaxation, visual imagery and creative 
and critical thinking.  
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These critical life skills were included in the psycho-educational programme to 
address the needs of adolescents as identified in phase one of the study.  The 
primary goal of the psycho-educational programme was to develop an 
intervention for educative purposes to meet the psychological needs of pupils in 
the school context.  Hence, the psycho-educational programme was designed to 
facilitate the constructive management of aggression that adolescents experience 
in a secondary school context, with the long-term goal of improving their mental 
health.  According to the WHO (2004:34) well-designed programmes that 
implement critical life skills teach adolescents to make healthy choices enabling 
them to acquire the knowledge and skills that they can carry into their adult lives 
so that they can be successful and productive in and out of the academic context, 
thus improving their mental health  
 
Research has proven the beneficial effects of cognitive-behavioural intervention 
for a range of risk behaviour, including aggression (Clough, et al. 2005:178; 
Kendall, 1993:237; Varma, 1997:77; Wilson, et al. 2003:136).  Psycho-
educational strategies provided in psycho-educational groups are mainly 
cognitive-behavioural in nature and are purposely structured to teach knowledge 
and critical life skills (Conyne, et al. 1997:149; Varma, 1997:165, 169).   
 
The psycho-programme in this study was structured around the experiential 
learning cycle as suggested by Conyne, et al. (1997:149).  Psycho-educational 
programmes of an experiential learning nature are conducted in small-group 
workshops, organised around a particular knowledge base incorporating a 
structured and sequenced set of procedures and exercises designed to equip the 
participants in the group with the knowledge and skills to manage daily life 
events.  Each workshop is carefully planned to promote specific goals, which may 
be remedial or preventive in nature, or there may be a balance between the two, 
depending on the needs of the participants (Conyne, et al. 1997:151; McWhirter, 
et al. 1998:215; Walsh, 2000:227).   
 
In this programme, the psycho-educational small-group workshops were 
organised around aggression experienced by adolescents in a secondary school 
context in South Africa.  The psycho-educational programme was implemented in 
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four workshops of 90-minute duration each, following the structure of a helping 
relationship which incorporated an orientation phase, a working phase and a 
termination phase (Hobbs, 1992:154; Poggenpoel, 1994:54).  Similarly, the 
working phase of each of the four workshops included an orientation stage, a 
working stage and a termination stage.  
 
Each workshop was developed with a specific goal (see section 5.1.2) aimed at 
teaching participants the critical life skills to manage aggression constructively, 
based on the needs identified in phase one of the study.  Thus in the immediate 
short term the participants in the research study were equipped to apply the skills 
learnt in the group setting to their daily lives in the school environment.  In the 
long-term, it is possible that they may be able to apply the skills acquired in the 
psycho-educational programme to every area of their lives when confronted with 
daunting psychological challenges, thereby promoting their mental health.  
 
4.1.1.5 Dynamics 
 
"Dynamics" refers to the energy source or motivation for the activity (Dickoff, et 
al. 1968:435).  The motivation for the activity, the psycho-educational 
programme, derives from the adolescents' need to manage the aggression that 
they experience in the secondary school in a constructive manner.  The facilitator 
has the ability to assist them to do so.  
 
• Constructive management of aggression  
 
"Management" refers to the set of skills and strategies that enable people to 
control the challenges that face them in various situations in their lives, without 
depending on external forces (McWhirter, et al. 1995:228; Whitaker, 1995:156).  
The teaching of the requisite skills for the constructive management of 
aggression in this programme was by means of a psycho-educational programme 
structured around the experiential learning cycle as discussed previously.   
 
Psycho-educational and experiential learning is a process of self-discovery and 
awareness of own emotions, feelings, attitudes and values (Geldard & Geldard, 
 158 
1999:183).  Experiential groups provide the setting for the process as participants 
experiment with and practice new and remedial behaviour by means of active 
participation, direct experience and reflection (Rooth, 1999:75; Varma, 1997:163).  
 
The skills taught in this psycho-educational programme enabled the participants 
to become aware of how they experience aggression.  Their enhanced 
awareness increased the possibility of positive behavioural change.  As 
participants sought to improve control over their behaviour they tended to develop 
a more internal locus of control, which modifies self-defeating behaviour, such as 
aggression, and establishes improved interpersonal relationships (Geldard & 
Geldard, 1999:99; McWhirter, et al. 1998:227; Whitaker, et al. 1995:13).   
 
Thus, the management of aggression addressed the needs identified in phase 
one of this study and included enhanced self-awareness, an increased internal 
locus of control and healthy interpersonal relationships.  By developing the life 
skills critical to managing aggression, adolescents emerge as psychologically 
healthy, strong and contributing members of society (McWhirter, et al. 1998:221; 
WHO, 2004:12).  
 
4.1.1.6 Terminus 
 
"Terminus" refers to the endpoint or goal of the activity (Dickoff, et al. 1968:435).  
The goal of the facilitator was to equip the adolescent participants with the skills 
to enhance their self-awareness, increase their internal locus of control and 
improve interpersonal relationships, corresponding with the themes identified as 
needs in phase one of the study.  The internalisation of these prerequisite skills 
facilitates the constructive management of aggression that the adolescents 
experience in a secondary school context and so improves their mental health.   
 
Each of the factors is now further refined, as suggested by Dickoff, et al. 
(1968:423). 
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• Self-awareness 
 
While the "self" refers to the set of ideas about who one is, "self-awareness" is 
the process whereby people get in touch with their own actions, attitudes, 
emotions and experiences.  This enables them to learn more about themselves 
and how they behave in a range of situations (Baron & Byrne, 1994:139; Covey, 
1989:66; Goleman, 1996:43, 46; Johnson, 1996:411; Okun, et al. 1999:138; 
Whitaker, 1995:65).  Self-awareness is constructed through self-reflection and 
social interaction with, and feedback from, others in peoples' social environment 
(Baron & Byrne, 1994:140; Goleman, 1996:315; Johnson 1997:37; Jordaan & 
Jordaan, 1998:625; Moskowitz, 2005:315; Okun, et al. 1999:138).  
 
Self-awareness derived through reflection or introspection refers to people's 
intense experience of their private, intimate inner thoughts, feelings and motives, 
to which they themselves are privy (Goleman, 1996:46; Hromek, 2004:29; 
Johnson, 1997:37; Moskowitz, 2005:276), and that they may only reveal to 
someone with whom they have a trusting relationship (Johnson, 1997:31; 
Jordaan & Jordaan, 1998:618).   
 
Self-awareness embraces people's sense of knowing who they are, where they 
come from and the future actions they would like to take to reach full 
actualisation, thus allowing them to make meaning of their existence (Covey, 
1999:108; Green, 2001:129; Jordaan & Jordaan, 1998:617).  Making meaning of 
life is a basic human activity which enables human beings to manage adversity 
and to negotiate their everyday existence in their quest for mental health.  
Enhanced self-awareness is crucial to psychological insight and self-
understanding (Goleman, 1996:43), because heightened self-awareness 
motivates people to reduce the discrepancy between how they actually behave 
and how they desire to behave (Moskowitz, 2005:103).  
 
How people conceive of and feel about themselves determines how they act 
towards others, what they expect from others and from life, and how others 
perceive them (Green, 2001:129; Okun, et al. 1999).  People first have to become 
self-aware before they are able to understand the consequences of behaviour, 
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such as aggression, on others (Covey, 1999:67; Green, 2001:129; Jordaan & 
Jordaan, 1998:625).  Feedback from others enhances self-awareness and is 
provided by the interactions customary in social relationships (Johnson, 1997:39; 
Jordaan & Jordaan, 1998:625; Okun, et al. 1999).  The purpose of feedback is to 
raise awareness of how a specific behaviour affects other people and is 
perceived by them.  Increased self-awareness is most beneficial when immediate 
feedback is received about behaviour in a specific situation (Johnson, 1997:41).  
Awareness that behaviour is ineffective allows adolescents to make healthy and 
informed choices about modifying and changing future disruptive behaviour.  
Matthews, et al. (1999:online) suggest that adolescents who make healthy 
choices are more resilient to external factors such as aggression than their peers 
who choose to live dangerously. 
 
Enhanced self-awareness is the core skill emphasised in the psycho-educational 
programme developed for the constructive management of aggression.  
According to Goleman (1996:268), self-awareness is pertinent to recognising 
feelings and building a vocabulary for them, and for recognising the relationship 
between thoughts, feelings and actions which are critical components for 
functioning as a whole person.  Self-awareness guides people to learn about the 
triggers of behaviour, such as aggression, and to learn how to be assertive and to 
manage anger and conflict.   
 
Self-awareness highlights how being empathic is a logical steppingstone to 
building interpersonal relationships.  Finally, self-awareness is crucial for seeing 
the consequences of alternate choices and making healthy decisions about at-
risk behaviour, such as aggression, and ultimately for taking responsibility for 
those decisions and actions, leading to an increased internal locus of control.  
 
• Locus of control 
 
"Locus of control" refers to the extent to which people perceive an internal or 
external point of control in their lives.  These beliefs are stable personality 
characteristics that develop over time through experience.  In this regard, Rotter 
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(in Whitaker, 1995:74) distinguishes between the two dynamics of an internal or 
external locus of control that control human behaviour.  
 
An "internal locus of control" refers to people's perception that events are the 
consequences of their own behaviour or of their own relatively permanent 
attributes (Whitaker, 1995:74).  People with an internal locus of control believe 
that they have considerable control over what happens to them and that they 
have the power to change undesirable behaviours (Bishop, 1994:161; Lefcourt, 
1981:15; Meyer, et al. 1997:334).  They have greater self-control, develop 
increasing responsibility for the consequences of their own actions and accept 
responsibility for exercising choices in life (Van der Walt, 2003:5-12).  Frankl 
(1984:131) puts it succinctly: "Each man can only answer to life by answering for 
his own life; to life he can only respond by being responsible.  In responsibleness 
is the very essence of human existence." 
 
''External locus of control", on the other hand, refers to the extent that people 
believe that circumstances beyond their control determine their lives (Whitaker, 
1995:74).  People with an external locus of control believe that the outcome of 
their behaviour depends on extraneous influences, such as good fortune, chance, 
fate or the influence of powerful other people.  They therefore believe that they 
have little control over their lives.  Since they believe that external circumstances 
control their behaviour they blame everything that goes wrong on other people 
(Bishop, 1994:161; Lefcourt, 1981:15; Meyer, et al. 1997:334).  
 
In the experiential learning workshops, the adolescents in this research study 
were made aware of their role in triggering aggression.  Awareness is the 
cornerstone of developing an internal locus of control.  As participants seek to 
improve control over their behaviour, they develop a more internal locus of 
control, which in turn leads to changes in disruptive behaviour, such as 
aggression (Geldard & Geldard, 1999: 99; McWhirter, et al. 1998:227).   
 
By using adolescents' personal experience as the starting point for exploring 
behaviour, their awareness of their own role in precipitating and maintaining 
aggression was enhanced.  This opened them to the need to change resilient 
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behaviour such as aggression that creates a barrier to effective interpersonal 
relationships (Johnson 1997:42; Okun, 1997:37; Rooth, 1999:84). 
 
• Healthy interpersonal relationships 
 
Mental health and cognitive, social and spiritual development and growth are 
embedded in building and maintaining healthy, interdependent relationships with 
one another.  Healthy interpersonal relationships are what make people human 
and ineffective interaction leads to behaviour such as aggression (Johnson, 
1997:12; McWhirter, et al. 1998:215).   
 
Stable relationships provide the context in which adolescents learn social and 
academic skills and knowledge.  Adolescents acquire a sense of their self-worth 
and enhance their self-expectations if interpersonal relationships are healthy and 
positive.  Positive caring relationships prevent dysfunctional behaviour as they 
provide the modelling of appropriate behaviour (McWhirter, et al. 1998:215).   
 
The social interest of the adolescent is promoted through significant relationships, 
which create the experiences that form the bedrock for feelings of belonging and 
the desire to participate in and contribute to the common good.  Social interest, 
which develops through positive social interaction with family, school staff and 
significant others, contributes to adolescents' mental health (Clough, et al. 
2005:178; McWhirter, et al. 1998:215).   
 
Communication is the cornerstone of effective interpersonal relationships and 
alleviates the difficulties which many people experience in their interpersonal 
relationships (Hobbs, 1992:59; Johnson, 1997:46; Jordaan & Jordaan, 1998:691; 
Le Roux & De Klerk, 2001:89).  Through the application of communication 
strategies, such as conflict management skills, adolescents learn how to engage 
in effective interpersonal relationships.  These strategies not only improve 
relationships by helping adolescents manage aggression constructively, but are 
also essential for social success throughout their school years and into adulthood 
(Horne, et al. 2003: xii, 42).   
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In the process of facilitation, the adolescents discovered the skills to enhance 
their self-awareness, increase their internal locus of control and develop healthy 
interpersonal relationships that lead to the constructive management of 
aggression experienced in secondary school.  They can apply the acquired skills 
to all life experiences involved in daily living, ultimately to achieve mental health 
as people whole in body, mind and spirit.  
 
• Mental health 
 
"Mental health" is achieved when there is a harmonious relationship between the 
physical, mental and spiritual world of people in their context as individuals, or as 
interacting group members (Poggenpoel, 1994:53).  Adolescents in secondary 
school interact holistically with their external world, consisting of peers, teachers 
and others in the school community, and with their internal world comprising the 
body, mind and spirit.  The aim of the researcher was to equip the adolescents 
with skills to manage aggression on all three dimensions that constitutes the 
person, and so to fulfil their quest for wholeness and mental health.   
 
The skills were in line with those included in the life skills educational curriculum 
developed by the WHO (2004:38, 44) and recommended by McWhirter, et al. 
(1998:223), because these life skills have proved to be effective in the 
management of aggression and enable adolescents to develop sound and 
positive mental health.  As discussed in paragraph 4.1.4, the critical life skills 
promote self-awareness and embrace effective communication and interpersonal 
skills, problem-solving and decision-making skills and skills for managing stress 
through creative and critical thinking (McWhirter, et al. 1998:223; WHO, 2004:44). 
 
Managing issues around social interaction and modifying or changing behaviour 
and cognitions that precipitate aggression, empowers people to develop an 
internal locus of control.  An internal locus of control enables them to accept 
responsibility for their own behaviour, to feel in control of their lives and to realise 
that they have the power to change their behaviour and so manage aggression 
constructively (Rooth, 1999:80).  The acquisition of these skills enables the 
adolescents in this study to achieve mental health.   
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The relationship between the concepts identified for further refinement is clarified 
in the next section.  
 
4.1.1.7 Relationship between concepts  
 
The relationship between the defined concepts is graphically represented in 
figure 4.2 and is discussed accordingly. 
 
Figure 4.2 Graphic representation of the relationship between concepts 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Adolescents are faced with aggression in the secondary school environment on a 
daily basis, as victims, perpetrators or witnesses.  Aggression occurs between 
pupils, between pupils and teachers and between pupils and the community in 
the immediate vicinity of the school.  From the phenomenological interviews 
conducted with the adolescents, they express the need to acquire the skills to 
manage aggression constructively in that environment.  The facilitator has the 
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prerequisite attitude, skills and knowledge to facilitate the process whereby 
adolescents actively discover the skills to manage aggression.  
 
The procedure whereby the adolescents discover the skills to manage aggression 
is the psycho-educational programme which is facilitated in the secondary school 
context around the experiential approach to learning.  Experiential learning is 
based on the cyclical process described by Kolb (in Hobbs, 1992:3).  The skills 
are facilitated in workshops through a series of psycho-educational strategies and 
experiential learning activities that focus on teaching participants the skills 
needed to manage aggression, and ways of applying that information to daily 
living.  In line with the premise that the participant is a whole person, the whole 
person is involved in the learning process.   
 
During implementation of the psycho-educational programme adolescents are 
provided with the strategies and skills needed to: 
 
- enhance self-awareness, as awareness increases the possibility of positive 
behavioural change (Geldard & Geldard, 1999: 99; McWhirter, et al. 
1998:229) 
- raise awareness of their own negative behaviours that precipitate and 
maintain aggression (McWhirter, et al. 1998:229) 
- realise that their behaviour is under their control and that they have the power 
to change self-defeating behaviour by developing an internal locus of control 
(McWhirter, 1998:227).  An internal locus of control enables them to accept 
responsibility for their own behaviour, to feel in control of their lives and to 
realise that they have the power to change and thus manage aggression 
constructively (Rooth, 1999:80) 
- modify or change behaviour so that they manage the issues that cause 
barriers to effective social interaction 
- ultimately, the participants achieve mental health as fully functioning and 
psychologically healthy, strong and contributing members of society.   
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• Summary 
 
Adolescents who experience aggression in the secondary school context can be 
facilitated to manage aggression in a constructive manner.  Through experiential 
learning the facilitator teaches adolescents the skills to enhance self-awareness, 
increase their internal locus of control and the skills to develop healthy 
interpersonal relationships.  The skills ultimately support the adolescents in their 
quest to attain wholeness and mental health.  The psycho-educational 
programme for the constructive management of aggression in secondary school 
is based on these assumptions.   
 
The description of the development of the psycho-educational programme, which 
is the second phase of the research process in this study, is discussed next. 
 
4.2 DESCRIPTION OF THE DEVELOPMENT OF THE PSYCHO-
EDUCATIONAL PROGRAMME  
 
The survey guide suggested by Dickoff, et al. (1968:423) serves as a framework 
for the development of the psycho-educational programme for the constructive 
management of aggression that adolescents experience in a secondary school 
context.  The psycho-educational programme is described according to that 
framework. 
 
4.2.1 Overview of the programme 
 
In phase one of this study, data was collected by means of phenomenological 
interviews and field notes, as well as a literature control.  An analysis of the data 
obtained from the interviews confirms literature sources on the incidence and 
intensity of aggression that South African adolescents experience in the 
secondary school environment, either as victims, perpetrators or as witnesses.  
 
All forms of the experience of aggression, be they physical or the subtler 
emotional or verbal expressions, are equally damaging to the aggressor, the 
victim or the bystander.  To end the vicious cycle of aggression, measures should 
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be put in place to control its harmful impact on the mental health of adolescents in 
the school environment and, by extension, society.  The purpose of the psycho-
educational programme which was developed to address the phenomenon of 
aggression in the secondary school context, was to teach the adolescents the 
skills to manage their aggression in a constructive manner and so to achieve 
mental health as a whole person, in body, mind and spirit.  The programme 
provided adolescents with the necessary skills to: 
 
- modify or change behaviour that precipitates aggression, which relates to 
workshops one and two that addressed self-awareness and awareness of own 
aggression; 
- manage issues around social interaction which relates to workshop four that 
addressed the issue of healthy interpersonal relationships; 
- develop an increasingly internal locus of control which relates to workshop 
three which addressed the issue of accepting responsibility for own actions by 
developing an internal on locus of control.  An increased locus of control is 
accompanied by an increased responsibility for own behaviour, leading to the 
constructive management of aggression.  The ultimate long-term goal of the 
psycho-educational programme is an adolescent who is mentally healthy in 
body, mind and spirit.  
 
4.2.2 Purpose of the psycho-educational programme 
 
Rossi, et al. (1999:235) state that the purpose of a social programme is to relieve 
a social problem or improve a social situation.  The purpose of this psycho-
educational programme was to empower pupils who experience aggression in 
secondary schools with skills to manage it in a constructive manner.  The ultimate 
goal was that they achieve mental health as a person whole in body, mind and 
spirit.  
 
After meticulous evaluation of the data collected in phase one of this study, three 
areas were identified that should be addressed in this psycho-educational 
programme.  The areas include increasing adolescents' awareness of 
aggression, increasing their internal locus of control and improving unhealthy 
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interpersonal relationships stemming from aggression.  This programme 
addressed the identified needs by teaching adolescents the life skills critical to 
addressing these needs.  The skills include a combination of interpersonal 
communication skills, strategies for cognitive change and strategies for managing 
stress (McWhirter, et al. 1998:223; WHO, 2004:44) as discussed in section 4.1.4.  
The acquisition of these skills promotes the constructive management of 
aggression experienced by adolescents in a secondary school context.  
 
While a programme is always developed with concrete purposes in mind, the 
researcher does subconsciously also arrive at "abstract goals", which refer to the 
stable and permanent outcomes of a programme (Swanepoel, 1992:2).  The 
long-term goal of this programme was to promote the mental of the adolescent 
participants so that they could become psychologically healthy, strong and 
contributing members of society (McWhirter, et al. 1998:221; WHO, 2004:12).  
 
4.2.3 Context for implementation of the programme 
 
The "context" refers to the frame of reference where the activity takes place.  The 
context for the implementation of the programme is graphically represented in 
figure 4.5 below, and is discussed accordingly. 
 
Figure 4.3 Context for the implementation of the programme  
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The context of the psycho-educational programme is with adolescent pupils who 
experience aggression in the secondary school environment.  In this context 
aggression occurs between the pupils, between the pupils and teachers and 
between the pupils and the community in the vicinity of the school.  The needs 
analysis conducted in phase one revealed that pupils in the secondary school 
experience aggression because of low self-awareness, a poor internal locus of 
control and unhealthy interpersonal relationships with all the significant role-
players in the school context.  
 
The facilitator possesses the necessary values and attitudes, skills and 
knowledge to teach them the skills to manage aggression in that environment in a 
constructive manner.  For this purpose she implements a psycho-educational 
programme around the experiential learning cycle.  The facilitator teaches 
adolescent pupils the skills needed to manage aggression in a constructive 
manner, and so to attain mental health.  The facilitator responds to the needs of 
the adolescent pupils in the context of the wholeness of human functioning, as 
described in the researcher's paradigmatic assumptions.   
 
The school is often the best physical setting to present a programme of this 
nature, because it is an environment familiar to the adolescents (Doel & 
Swandon, 2001:133; McWhirter, et al. 1998:210; Underwood, 2003:216).  
However, facilitation can take place within similar institutional settings, such as 
clinics and community centres.  Teachers with support from the psycho-
educational programme developer and school psychologists are in a position to 
act as facilitators in administering the psycho-educational programme to pupils.   
 
Facilitating the adolescents to manage aggression so that they achieve mental 
health involves a three-phase process of an orientation phase, a working phase 
and a termination phase.  A description of the implementation process follows. 
 
4.2.4 Description of the psycho-educational programme process 
 
The psycho-educational programme process is adapted from the process of 
change involved in the "Spiral of Therapeutic Change" described in Geldard and 
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Geldard (2002:63-66).  It is an appealing frame of reference as it contains the 
researcher's paradigmatic assumptions regarding wholeness in body, mind and 
spirit as a prerequisite for mental health. 
 
The cycle is useful because it addresses emotional issues, as well as the need 
for cognitive restructuring to bring about behavioural change (Geldard & Geldard, 
2002:70).  Embedded in the complex, interacting cyclical process is the spiritual 
dimension of mental health which enables people to attach meaning to their 
existence, providing them with hope for the future (Frankl, 1984:94, 127).  
 
The process whereby adolescents are taught the skills to manage aggression in a 
constructive manner is represented as a cyclical process of change that begins 
with an orientation phase, develops through a working phase and ends in a 
termination phase.  The process, represented as a spiral reflecting the interactive 
relationship between the facilitator and the adolescent pupils, is graphically 
represented in figure 4.4.  
 
In the orientation phase the meeting between the facilitator and the adolescents 
takes place.  The spiral is quite tight.  The adolescents disclose information about 
the aggression that they experience in secondary school.  Owing to the facilitative 
interaction between the agent and the recipients, their relationship grows and 
develops into a trusting one.  In the working phase the adolescents' awareness 
increases as they get in touch with their experiences and the accompanying 
emotions.  The spiral widens as the adolescents reflect on their experiences and 
feelings, make changes in their thinking and consider alternatives to self-
defeating behaviour, such as aggression.  They begin to look at alternative 
choices, accepting responsibility for making them.   
 
An increased internal locus of control develops and the adolescents practice, 
experiment with and evaluate new adaptive behaviour, in line with the experiential 
approach to learning.  The positive consequences of their new behaviour 
reinforce the adaptive behaviour which is fed back into the cycle.  Hence, in the 
final phase of the cyclical process, the spiral is at its widest, indicating that the 
facilitator can start disengaging from the facilitative relationship as the 
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adolescents have developed skills to manage the aggression that they 
experience in a secondary school context in a constructive manner.  
 
The parallel lines encasing the spiral of change indicate that as the adolescents 
journeyed with the facilitator through the experiential learning cycle in their quest 
for mental health, they internalised the skills to enhance their self-awareness, to 
develop an increased internal locus of control and healthy interpersonal 
relationships, thus promoting their mental health.  The outward pointing arrows at 
the end of the parallel lines indicate that the adolescents can anticipate a healthy 
and hopeful future in which they are equipped to apply the skills learnt in the 
group setting to their daily lives in the school environment.  It is hoped that they 
will apply the skills acquired in the programme to every area of their lives when 
confronted with daunting psychological challenges.  Ultimately, the goal is that 
the adolescents emerge as mentally healthy contributing members of society. 
 
Figure 4.4 provides a schematic representation of the implementation of the 
psycho-educational programme and is discussed accordingly. 
 
Figure 4.4 Schematic representation of the facilitation process 
 
 
 
 
 
 
 
 
 
• Orientation phase of the programme 
 
In the orientation phase the meeting between the facilitator and adolescent pupils 
takes place in the selected secondary school.  The facilitator uses her skills, 
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knowledge, values and attitudes to develop a positive and trusting relationship 
between the facilitator and the adolescents.  These abilities of the facilitator were 
discussed in section 4.1.1.  In the orientation phase, the participants completed 
the pre-test questionnaire.  They were informed about the purpose of the 
programme and were asked to sign consent forms.  Participants were given a 
broad outline of the programme process and the purposes and goals of the 
programme were reviewed.  The basic ground rules were discussed and 
repeated at the beginning of each session as a group manifesto.  An icebreaker 
helped the participants to relax and get acquainted with one another and the 
facilitator (Rooth, 1995:11). 
 
• Working phase of the programme 
 
The working phase centred on teaching adolescents the skills to manage 
aggression in secondary school.  The skills address the needs that were 
identified from an analysis of the phenomenological interviews conducted during 
the needs analysis in phase one of the study.  The adolescents acquire the skills 
through active participation in group presentations and group discussions, as 
suggested in the experiential learning cycle.   
 
The experiential learning cycle is discussed in detail in section 4.4.  In brief, the 
experiential learning cycle is a four-stage process in which the participants use a 
present experience, such as aggression, for reflective observation.  From this a 
conceptual analysis emerges which is actively tested and a new experience is 
generated, setting in motion a new cycle (Hobbs, 1992:2-3).  Three phases, 
referred to as "stages" for ease of differentiation, are embedded in the working 
phase of the psycho-educational programme.  The three stages include an 
orientation stage, a working stage and a termination stage.  
 
- Orientation stage 
 
Each session commenced with an introduction where participants were 
welcomed, provided with light refreshments and the previous day's session was 
reviewed.  The goals for each workshop were discussed and an "ice-breaker" 
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preceded each activity to facilitate disclosure of feelings that established the 
emotional climate of the group participants (Hobbs, 1992:45).  As the ice-breaker 
was linked to the main exploratory activity, it helped set the tone for the major 
activity of the day.  
 
- Working stage 
 
The main activity in each session was based on addressing the needs identified 
by means of the situation analysis conducted in phase one of this study.  
Activities included acquiring basic life skills to manage real aggressive situations 
based on the experiences of the participants.  A combination of interpersonal 
communication and social skills, strategies for cognitive change and mechanisms 
for coping with stressful experiences such as aggression were used (McWhirter, 
et al. 1998:223).  Throughout, the emphasis was on the holistic experience of 
aggression and the link between the cognitive, affective and physical dimensions 
of human functioning. 
 
Session one focused on activities to enhance self-awareness and identifying the 
source that triggered aggression in each individual participant.  Each person 
experiences aggression in unique and diverse ways.  This session was based on 
the premise that all management, including the constructive management of 
aggression, starts with an exploration of the self.  The notion that people first 
have to become self-aware before they are able to understand the consequences 
of behaviour, such as aggression, on others (Covey, 1999:67; Green, 2001:129; 
Jordaan & Jordaan, 1998:625) forms the basis of session two.  
 
Session two built on the topic of awareness, but the emphasis shifted to how 
others experience aggression and the role that the participants played in eliciting 
and maintaining aggression in others.  Being self-aware leads to accepting 
responsibility for own behaviour, which is the cornerstone of developing an 
internal locus of control.  
 
In session three the emphasis was teaching the skills which lead the participants 
to an increased internal locus of control.  Finally, the purpose of session four was 
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to teach the adolescents pupils the skills required to develop healthy 
interpersonal relationships.  
 
- Termination stage 
 
The termination stage involved reflection on and sharing feelings about the day's 
workshop.  Before ending each session, participants completed an assessment of 
the day's meeting.  These narrative comments after each session were used as 
process evaluation and served as field notes for the researcher. 
 
• Termination phase of the programme process 
 
The termination phase involved closure issues around the adolescents' 
experiences during the implementation of the psycho-educational programme.  
The post-test was administered to assess the efficacy of the programme.  The 
post-test assesses whether the adolescents had acquired the skills to enhance 
their self-awareness, to develop an increased internal locus of control, and to 
promote healthy interpersonal relationships.  The acquisition of these skills 
ultimately improves their mental health.  
 
4.2.5 Terminus 
 
The terminus, or goal of the facilitator in the psycho-educational programme, was 
to enhance the adolescents' self-awareness, increase their internal locus of 
control and improve interpersonal relationships in order to facilitate the 
constructive management of aggression in a secondary school context.  In the 
long term, the constructive management of aggression leads to the attainment of 
mental health in body, mind and spirit.   
 
A graphic representation and brief summary of the psycho-educational 
programme follows. 
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4.3 GRAPHIC REPRESENTATION OF THE PSYCHO-EDUCATIONAL  
PROGRAMME 
 
A graphic representation of the psycho-educational programme as described in 
the preceding sections is depicted in figure 4.5 and is briefly described 
accordingly. 
 
Figure 4.5 Graphic representation of the psycho-educational programme 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Adapted from Van der Walt, 2003:5-15 
 
In the psycho-educational programme, the facilitator interacts with adolescent 
pupils to address the aggression they experience in a secondary school context.  
The context in which the facilitation takes place is in a selected secondary school 
or similar community institution.  The facilitator has the skills, knowledge, values 
and attitude to facilitate the psycho-educational programme which occurs in the 
three phases, namely orientation, working and termination.  As they progress 
through these, the adolescents actively participate, by means of the experiential 
learning cycle, in acquiring the skills to manage aggression constructively.  They 
acquire the skills to enhance their self-awareness, increase their internal locus of 
control and improve interpersonal relationships, so that they manage the 
experience of aggression and ultimately achieve mental health.  
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4.4 PSYCHO-EDUCATIONAL APPROACH 
 
The psycho-educational programme is structured around the experiential learning 
cycle, as suggested by Conyne, et al. (1997:148-163). 
 
4.4.1 The experiential learning approach to education  
 
Experiential learning is a learning theory and philosophy, which facilitates 
learning from direct experience through active participation in the learning 
process, and by reflecting on what has been learnt in the context of group work 
(Hobbs, 1992:xiii; Rooth, 1995:3).  Experiential learning comprises the following 
four principles, as described by Hobbs (1992:1): 
 
- awareness of the processes allows learning to take place; 
- reflection on the experience enables the adolescent to link learning to the 
past, present and future; 
- learning is personally significant to each participant 
- the whole self - body, thoughts, feelings, behaviour and cognitions - is 
involved in learning.  
 
Experiential learning is particularly valuable where the topic, such as aggression, 
is sensitive and involves people's beliefs, value and emotions.  Kolb's four-stage 
cycle of effective experiential learning (Heron, 1989:11; Hobbs, 1992:1-2; Krüger, 
1998:156) is the model followed by this researcher to implement the experiential 
learning cycle.  
 
• The experiential learning cycle 
 
Kolb (in Krüger, 1998:156) proposes that the four interdependent series of steps 
essential to effective learning include concrete experience, reflective observation, 
abstract conceptualisation and active experimentation.  The move through the 
cycle can start at any point, but for the cycle to be effective all the steps have to 
be implemented (Krüger, 1998:156).   
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The experiential learning cycle is discussed as it applies to this programme 
according to Figure 4.6.  
 
Figure 4.6 the experiential learning cycle adapted to aggression 
 
 
 
Adapted from Hobbs, 1992:3; Kruger, 1998:156  
 
 
 
 
 
 
 
 
 
 
 
 
Experiential learning centres on interaction through group participation, sharing, 
and reflection on the learning process (Hobbs, 1992:1; Rooth, 1999:75; Whitaker, 
1995:13).  The approach is implemented by the facilitator, who establishes a 
favourable learning environment, provides the structure, resources, activities and 
appropriate questions that allow pupils to reflect on their experiences and to 
make sense of their personal learning.  They do this by forming abstract concepts 
and generalisations based on actual experiences.   
 
Ultimately, this enables them to experiment actively in the learning process by 
testing the implications of concepts in new situations.  Thus, they move through 
the experiential learning cycle to achieve effective learning (Dennison & Kirk, 
1990:4; Krüger, 1998:156; Rooth, 1999:76).  The components of the experiential 
cycle are now discussed in more detail. 
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- Concrete experience 
 
Concrete experience refers to a person's planned or unplanned actual 
experiences.  As a process, experiential learning uses the existing knowledge 
(concrete experience) and competencies of the group members.  Knowledge is 
generated through the participants' experiences and is thus seen as a product 
presented by an expert to the unknowing (Dennison & Kirk, 1990:22-23; Hobbs, 
1992:3; Krüger, 1998:156).  The pupils learn from one another's experiences so 
that the learning process becomes a shared learning experience for the whole 
group.  This is particularly significant for pupils in the adolescent phase of their 
development, as in this study, where peer influence plays a significant role 
(Dennison & Kirk, 1990:9).  
 
In this study, the participants share the concrete experience of aggression.  By 
using a series of linked psycho-educational strategies they become aware of 
what triggers aggression in them and in others.  They share experiences with the 
group about different aspects of aggression, and so come to understand what the 
experience of aggression means to them – a common phenomenon, aggression, 
is experienced in a unique way.  In the phenomenological interviews they 
acknowledge that "we experience aggression in different ways".  
 
- Reflective observation 
 
The participants' experience of aggression forms the basis of reflective 
observation, which is embedded in one's thinking about experiences and 
observations of what happened and trying to learn from them (Krüger, 1998:156).  
It involves consolidating and internalising the learning experience, thus ensuring 
lasting and meaningful learning (Dennison & Kirk, 1990:63; Heron, 1989:106; 
Rooth, 1999:95, 98; Whitaker, 1995:13).  Reflective learning is based on the 
assumption that learning as an activity involves the whole person as a thinking, 
feeling, active being (Whitaker, 1995:107). 
 
Pupils become actively involved in the learning process as a whole person, using 
their own experiences to increase self-awareness.  Through reflection they are 
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empowered to plan, manage and evaluate their own learning and actively 
assimilate external knowledge into their own internal frame of reference thus 
learning to accept full responsibility for their own learning.  The process of critical 
reflection enables people to make sense of past experiences and develops them 
for the future by enabling them to consider changing inappropriate behaviour 
(Whitaker, 1995:15).  Reflection in this programme is valuable because in an 
atmosphere of reciprocal sharing the participants learn to explore and express 
their feelings, focus on what they learned and what insights they gained.  By 
raising awareness of their experiences, participants reflect on significant 
emotional feelings rather than avoid them.  Finally, they commit to real changes 
in behaviour and attitude, allowing them to manage aggression in a constructive 
way (Hobbs, 1992:xiv; Rooth, 1999:94: Whitaker, 199517).  
 
- Abstract conceptualisation 
 
Abstract conceptualisation emerges out of reflection and can be tested actively in 
stage four.  Abstract conceptualisation "is our efforts to make sense of our 
experiences by trying to theorise, to generalise, to look forward for and construct 
alternatives" (Krüger, 1998:156).  A key phrase in experiential learning is 
"freedom within structure" (Hobbs, 1992:105).  Within the structure of the group 
process participants gain insight as they are given the freedom to express how 
they experience aggression, discuss its possible causes and make suggestions 
for the constructive management of it.  
 
- Active experimentation 
 
The abstract conceptual analysis is tested actively.  Active experimentation 
"includes doing things in the real world, deciding what works and what does not, 
making plans and implementing them" (Krüger, 1998:156).  The participants 
reflect on their own experiences by using actual incidents of aggression 
experienced in the school environment.  Experiential learning shifts from theory 
into reality as participants draw on real life experiences of aggression in 
secondary school.  By drawing on actual incidents of aggression generated by 
group members they reflect on how they may have managed it better by using 
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psycho-educational strategies that include conflict resolution and anger 
management skills.  According to Thompson & Rudolph (1995:129) "consistent 
exposure to activities related to life experiences clarifies and personalises these 
concepts so that they become part of the [person's] knowledge base".  The 
adolescent pupils increase their understanding of the self and their external world 
(Hobbs, 1992:2).  Thus a new experience is generated from active testing and so 
the cycle begins once more.  
 
In this programme it is hoped that what participants learn about aggression is 
taken out of the workshop into a complex milieu of existing social relationships. 
This may generate enduring changes in their relationships and way of life (Hobbs, 
1992:5).  Experiential learning provides a model and a language through which 
participants reflect on the experience and participate in the learning process 
together in an environment of mutual support (Hobbs, 1992:2-3).  Experiential 
learning is facilitated in workshops with small, closed groups, by a facilitator 
(Rooth, 1999:76).  Each of these aspects of experiential learning is discussed in 
detail.  
 
• Facilitation 
 
To "facilitate" means to enable participants to discover their existing knowledge, 
to develop their personal further learning, to explore their potential and identify 
the options that are open to them (Lange, 1987:86; Rooth, 1995:9), so that they 
actualise their full potential (Whitaker, 1995:115).  Facilitation is the technique 
usually presented to groups by a facilitator in workshop format.  It is based on the 
assumption that a facilitator guides participants to gain knowledge through active 
participation in the context of small groups (Rooth, 1995:2).  The role of the 
facilitator in this process was discussed in detail in section 4.1.1. 
 
• Workshops and groups 
 
The format of experiential learning is workshops in which active participation in 
small groups facilitates the acquisition of new skills, gaining new knowledge and 
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developing new attitudes and corrective behaviours (Rooth, 1995:6; Varma, 
1997:163; Whitaker, 1995:130).  A key phrase in experiential learning is freedom 
within structure, which means that the group members feel free to express 
themselves within the structured group process.   
 
The structure, framework and boundaries of experiential workshops provide the 
group with a sense of security.  It allows the group to explore and reflect on 
feelings, thoughts and behaviour which are important for their psychological 
health (Doel & Sawdon, 2001:133; Rooth, 1995:16; Whitaker, 1995:129).  Group 
work also promotes mutual co-operation and respect and enhances the 
participants' self-awareness (Hobbs, 1992:3; Whitaker, 1995:129, 130).  Group 
members are encouraged to think independently and are helped to solve 
problems for and by themselves, thus catalysing group dynamics so that holistic 
growth is promoted.  
 
The facilitator is flexible in catering for the different learning styles, needs, 
expectations and resources of the participants.  However, whatever the style or 
level, experiential learning workshops are effective if they are well organised, 
carefully planned and judged by participants as purposeful (Conyne, et al. 
1997:160; Dennison & Kirk, 1990:14; Doel & Sawdon, 2001:133; Rooth, 
1995:16).  A planned structure provides a blueprint for the facilitator to follow 
when planning the overall focus and direction of the group.  It ascertains the 
extent to which each session fits into the overall programme plan and guides the 
skill-building strategies that are used during the group process (Conyne, et al. 
1997:154).   
 
In this study the skills and strategies included in the workshops focused on the 
life skills that encourage adolescents to make healthy choices, that promote 
personal growth and development, and that teach adolescents to manage the 
demands and challenges of daily living.  The internalisation of these skills is 
pertinent to the mental health of adolescents (Matthews, et al. 1999:online; 
McWhirter, et al. 1998:221; Whitaker, 1995:154-155; WHO, 2004:44).  
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In this programme, each group session was presented in the form of a workshop, 
with the emphasis on group work.  The programme was presented in a secondary 
school to adolescents in Grade 11 who were between 16 and 19 years of age. 
The group consisted of a group of males and females.  The upper limit of the 
group was 16, which is recommended as the ideal size to maintain optimal 
relationships between the members and the facilitator, to develop group cohesion 
and equal participation for all the group members (Carrell, 2000:21; Doel & 
Swandon, 2001:78; Hobbs, 1992:18, 121-122).   
 
The programme was conducted over four sessions of 90 minutes each and 
members were required to commit to all four sessions.  Only members selected 
at the group's formation were permitted to participate in the programme.  For the 
purposes of group cohesion, trust and disclosure, no new members were added 
to the group after its commencement.  
 
The focus in the workshops was designed to help the participants develop and 
grow intellectually, emotionally, physically and spiritually (Dennison & Kirk, 
1990:12; Hobbs, 1992:15-16; Whitaker, 1995:13; WHO, 2004:31).  These 
dimensions of human functioning interact with one another in complex ways 
through psychological and physiological means to improve mental health (WHO, 
2004:31).  This acknowledges the researcher's paradigm that "a person is a 
spiritual being who functions in an integrated bio-psychosocial manner to attain 
her full potential in the quest for wholeness" (Poggenpoel, 1994:52). 
 
4.5 CHAPTER SUMMARY 
 
In chapter four the researcher described the development of the psycho-
educational programme for adolescents who experience aggression in a 
secondary school context in South Africa.  The discussion included a description 
of the conceptual framework based on the researcher's paradigmatic 
assumptions and the phenomenological interviews conducted with adolescents 
and who experience aggression in the selected secondary school in South Africa.  
The conceptual framework was structured according to the survey guide 
suggested by Dickoff, et al. (1968:423) and discussed accordingly.   
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The researcher then gave a description of the psycho-educational programme 
and concluded the chapter with a discussion of the experiential learning cycle, 
which was the educational approach followed in the programme.  The schematic 
representation of the conceptual framework in Figure 4.1 served as a structure for 
the implementation and evaluation of the psycho-educational programme, which 
is discussed in chapter five.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
